R E P O R T R E § U M E S

ED 016 601 24 RE 001 129

THE RELATIONSHIP OF MEASURES OF ATTAINMENT VALUE AND
ACHIEVEMENT EXFECTANCY TO THE READING ACHIEVEMENT OF
FIRST-GRADE CHILDREN FROM LOW-INCOME FAMILIES.

BY- WOOD, FRANK H.

MINNESOTA UNIV., MINNEAPOL{S

REPORT NUMBER BR-7-81%1 PUB DATE SEP 67
CONTRACT QCEC-3-7-078111-3137
EDRS PRICE MF-$0.50 HC-%3.36 82k,

DESCRIPTORS- *READING RZSEARCH, *READING ACHIEVEMENT, *STUDENT
MOTIVATION, %*GRADE 1, #CULTURALLY DISADVANTAGED, INNER CITY,
SEX DIFFERENCES,

THIS INVESTIG/ATION FOCUSED ON THE USEFULNESS OF A
PROCEDURE FOR OBTAINING MEASURES OF THE MOTIVATION OF
FIRST-GRADE CHILUREN FROM LOW-INCOME FAMILIES TO ACHIEVE IN
READING WHICH C(D NOT REQUIRE WRITTEN OR ORAL VERBAL
RESPONSES FROV¥ THE SUBJECTS. MEASURES OF ACHIEVEMENT
MOTIVATION WERE CORRELATED WITH TEACHER RATINGS OF EFFORTS TO
ACHIEVE IN FEADING AND ACTUAL READING ACHIEVEMENT AS MEASURED
BY STANDARMIZED TESTS ACMINISTERED AT THE END OF FIRST GRADE.
THE SAMPLF. WAS 70 FIRST GRADERS FROM THREE CLASSROOMS IN TWO
INNER CIYY SCHOOLS IN MINNEAPOLIS, MINNESOTA. THE READING
ACHIEVE'{ENT MOTIVATION SCORES SHOWED MODERATE STABILITY, BUT
CORREL «TIONS WITH THE MEASURES OF ACHIEVEMENT EFFORTS WERE
LOW. 4+ iTAINMENT VALUE MEASURES CORRELATED MOST HIGHLY WITH
CONCJRRZNT MEASURES OF ACHIEVEMENT AND EFFORTS, WHILE
ACHIEVLUENT EXPECTANCY MEASURES HAD STRENGTH AS FREDICTIVE
ME +SURES. STRONGER FATTERNS OF RELATIONSHIF WERE FOUND FOR
G'RLS AS CONTRASTED WITH BOYS AND FOR WHITE SUBJECTS AS
CONTRASTED WITH NEGRO AND INDIAN SUBJECTS. SCATTERGRAMS
INDICATED U-SHAFED DISTRIBUTIONS WITH HIGH AND LOW ACHIEVERS
REPORTING HIGH MOTIVATION TO ACHIEVE. IT WAS NOTED THAT THIS
GROUP OF INNER CITY FIRST GRADERS REFORTED GENERALLY HIGH
MOTIVATION TO ACHIEVE. AFFENDIXES, TABLES, AND A BIBLIOGRAFHY
ARE INCLUDED. (AUTHOR/BK)




ED016601

129

P
-
O
o

FINAL REPORT
Project No. 7-8111 — % "(
Contract No. OEC-3-7-078111-3137

U.S. DEPARTMENT OF HEALTH, EDUCATION & WELFARE
OFFICE OF EDUCATION

THIS DOCUMENT HAS BEEN REPRODUCED EXACTLY AS RECEIVED FROM THE
PERSON OR ORGANIZATION ORIGINATING IT. POINTS OF VIEW OR OPINIONS

STATED DO NOT NECESSARILY REPRESENT OFFICIAL OFFICE OF EDUCATION
POSITION OR POLICY.

The Relatlonshlp ot Measures"
of Attainment Value and Achievement Expectancy
to the Reading Achievement of
First-Grade Children from Low-Income Families

SEPTEMBER 1967

U.S. DEPARTMENT OF HEALTH, EDUCATION, AND WELFARE

Office of Education ¢ Bureau of Research

*
Dl e A it Bt et oAt et e e e e e e e e+ oo e o e

e e




[

t

<H<_ -

-y

| A

ey

= o=

129

(A

RE D901

FINAL REPORT
Project No. 7-8111
Contract No. OEC-3-7-078111-3137

THE RELATIONSHIP OF MEASURES OF ATTAINMENT VALUE AND ACHIEVEMENT
EXPECTANCY TO THE READING ACHIEVEMENT OF FIRST-GRADE
CHILDREN FROM LOW-INCOME FAMILIES

September 1967

U.S. DEPARTMENT OF
HEALTH, EDUCATION, AND WELFARE

Office of Education
Bureau of Research




THE RELATIONSHIP OF MEASURES OF ATTAINMENT VALUE AND ACHITVEMENT
EXPECTANCY TO THE READING ACHIEVEMENT OF FIRST-GRADE
CHILDREN FROM LOW-INCOME FAMILIES

Project No. 7-8111
Contract No. OEC-3-7-078111-3137

Frar . H. Wood

September 1967

The research reported herein was performed pursuant to a
Contract from the Office of Education, U.S. Department of
Health, Education, snd Welfare. Contractors undertaking
such projects under Government sponsorship are encouraged
to express freely their professional judgment in the
conduct of the project. Points of view or opinioas stated
do not, therefore, necessarily represent offlcial Office
of Education position or policy.

University of Minnesota

Minneapolis, Minnesota 55455

i1



ACKNOWLEDGMENTS

The author wishes to acknowledge the valuable assistance
of Mr. Kenneth Barklind who acted as research assistant during
this investigation. Thanks are also due to the following Minne-
apolis Public School's personnel without whose cooperation and
assistance the investigation could not have been carried out:
Dr. Robert Rainey, Mr. Theodore Pollard, Mr. Melvin Hoagland,
Mrs. Evelyn Calhoun, Mrs. Carol Morkrid, and Mrs. Ella Osits.

i1l




TABLE OF CONTENTS

ACKNOWLEDGMENTS
LIST OF TABLES PAGE
I.  INTRODUCTION 1
Aa BBCkgr'/Jund e o s o e o o o e 3 e & o o s e o o s o o o 1
B [ me PrIOb 1em L] [ ] L] [ ] L] L ® [ ] [ ] L] L] L] L] [ ] L] L] [ ] [ ] [ ] L] * 1
Co Re lat'/?.d ResearCh « © © o e e o6 o o o © © o o o e o o o 2
D. Objectives of the Investigation . . . . . . . « « « . 7
E. Def17n1t10n8 L] L] [ ] L] [ ] ® ® [ ] L] ® [ ] ® ® [ ] ® L] L] L] [ ] L] L] 8
; F. Hypotheses . . . ¢ ¢ ¢ ¢« ¢ o ¢ o ¢ o o o o o o o o o o 9

| II. METHOD 11

A" D(/es ign and Samp le [ ] L] L] [ ] L] L) - [ ] L] L] L) [ ] L] [ ] [ ] L] [ ] [ ] 11
B’. A/Analys 18 L] L] L] L] [ ] [ ] ® L] [ ] L] 12
C. Measuring Procedure Used . . . . . . ¢« « ¢« « ¢« ¢ o « o 15

III. RESULTS 18

A. Test-retest Reliability of Measures . . . . . .« . . . 18
B. Construct Validity of Measures of Reading

Achievement Motivation . . . . . « ¢« ¢« ¢ 5 ¢ ¢ ¢« « o « 20
C. Criterion-related Validity of Measures of Reading

Achievement Motivation and Measures of Reading

Achievement and Reading Achievement Efforts

(Concurrent) . . « « o ¢« « o o o o s o s ¢« s o s s s o 20
D. Criterion-related Validity of Measures of Reading

Achievement Motivation and Measures of Reading

Achievement and Reading Achievement Efforts

(Predictive) . & ¢ ¢« ¢ ¢ ¢« ¢ ¢ o o ¢ ¢ o o o o o o & o 32
E. Differences in Mean Scores Related to Sample

Characteristics . . « ¢« ¢« ¢ ¢ ¢« ¢ o o o ¢ o o s s o o 34
F. Summary of Results . . . « ¢ ¢ « ¢ o ¢ s o s o o o o o 42

IV. DISCUSSION 43
V. CONCLUSIONS 47
VI. SUMMARY 49
VII. REFERENCES 52
VIII. APPENDIXES 56
~.
Figures Used in Measuring Reading Achievement Motivation . . A-l
Questions end Introductory Statements Used . . . . . . « . . A=2
Standard Interview Procedure for Obtaining Answers . . . . . A-3
Procedure Followed in Obtaining Forced Stanine Ratings . . . B-l
Stanine Procedure for Rating Pupils . . « ¢« ¢ ¢ ¢ ¢« ¢« ¢ « « o B=2

iv




3
3
.
]
3
)

Rating Scale Procedure for Ratirg Reeding Achievement

Efforts . . . &« ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ o 4t o o 0 s e 0 s o e o s
Rating Scale for Rating Reading Achievement Efforts . . . .
Sets of Scores Analyzed by Three Way Analyses of Variance .
Values of "F'" Statistic for Three Way Analyses of Variance.
Degrees of Freedom for "§" Statistic for Three Way Analyses
of Variance . . - & ¢« ¢ ¢ ¢ ¢ 4 ¢ ¢ o o o s o s 0 e e o 5 o
Scattergram of Scores of Total Group . . . « « v « « « o o
Scattergram of Scores of Indian Subgroup . . . . . ¢« ¢« . &



TABLE

11

III

Vi

VIL

- VIII

XI

XII

XIII

XIV

LIST OF TAELES

Testing Schedule, January - May 1967 . . ., . . . .

Number of Pupils Classified by Sex, Race, and
Classroom Group From Whom Data Were Collected
in January and May 1967, . . . . . . ¢ . ¢ o &

Sets of Scores Analyzed by Three Way Analyses
of Variance (Sex x Race x Classroom Group) , ,

Test-retest Reliability of Reading Achievement
Motivation Scores for Room A-1 (January-March)

Test-retest Reliability of Reading Achievement
Motivation Scores (January-=May). . . « o « o o » o

Reliability of Ratings of Pupils' Reading
Achievement Efforts (January-May). . . « « « « + o

Relationship Between Reading Attainment Value
Scores and Reading Achievement Expectancy Scores
(JanuarY"MBY)...........o.......

Relationship Between Reading Achievement Test
Total Scores and Ratings of Pupils' Reading
Achievement Efforts (May). « ¢« ¢ ¢« o o » ¢ o 7 o o

Relationship Between Reading Achievement
Motivation Scores and Ratings of Pupils’
Efforts to Achieve in Reading (January). . . . . .

Relationship Between Reading Achievement
Motivation Scores and Ratings of Pupils’
Efforts to Achieve in Reading (May). . . + « « « &

Relationship Between Reading Achievement
Motivation Scores and Reading Achievement
TESt TOtal Scores (MaY) * * * * * » * * [ ] * *

Relationship Between Reading Achievement
Metivation Scores and Scores on Part I of
Reading Achievement Test: Word Recognition (May) .

Relationship Between Reading Achievement
Motivation Scores and Scores on Part II ¢f
Reading Achievement Test: Comprehending
Significant Ideas (May), ., . . . ¢« ¢« « ¢ o« o o o &

Relationship Between Reading Achievement
Motivation Scores and Scores on Part III of
Reading Achievement Test: Comprehending

Specific Instructions (May), . . . . 4 ¢ o ¢ o o &

vi

PAGE
13

14

16

19

21

22

23

24

25

26

28

29

30

31




TABLE

XV

XVI

XVI1

XVIII

XIX

XX1

Relationship Between Reading Achievement
Motivation Scores (January) and Ratings of
Pupils' Efforts to Achieve (May) . . . . .

Relationship Between Reading Achievement
Motivation Scores (January) and Reading
Achievement Test Total Scores (May). . . .

Relationship Between Reading Achievement
Motivation Scores (January) and Scores on
Part I of Reading Achievement Test: Word

Recognition (May)e «-c.¢ c.0.0 o 0.0 ¢ o-0.

Relationship Between Reading Achievement
Motivation 3cores (January) and Scores on
Part II of Reading Achievement Test:
Comprzhending Significant Ideas (May). . .

Relationship Between Reading Achievement
Motivation Scores (January) and Scores on
Part III of Reading Achievement Test:
Comprehending Specific Instructions (May).

Subgroup Means Tested for Significant
Differences by Analysis of Variance. . . .

Means Involved in Significant Interactions

vii

PAGE

33

35

36

37

38

40

41

AR e



I. INTRODUCTION

A, Background.

Children from low-income families are known to be education-
ally disadvantaged in the sense that they achieve less well in
school than children of the same chronolcgical age from middle-
income families, Differences in mean school achievement appear
early in these children's school careers .md persist or become

greater, varying directly with the number of years in school
(1, 12, 26).

The research upon which a satisfactory explanation for the
development of these differences might be based is not complete.
Among the factors that have been stressed by various researchers
are: parental attitudes toward education and the school (5),
peer group pressures (31), middle-class bias of the schools (20,
26), female sex-typing of school activities (22, 26), social-
class-related differences in cognitive development (14, 29),
social-class~-related differences in vocabulary developwent (9,
15). and patterns of communication (13). While presumably the
influence of many of these factors would be revealed by differences
in the motivational determinants underlying the intensity and
direction of young children's efforts to achieve in school, most
of the existing research has been carried out with older subjects.
Downward generalization from this research without collatorative
evidence is risky.

B. The Problem.

Research on the relationship between young children's mo-
tivation to achieve at school tasks and their achievement efforts
and actual achievement on such tasks is dependent on the develop-
ment of a satisfactory research methodology. The major method-
ological problems to be resolved in undertaking such research
with young children are choice of a theoretical formulation that
gives promise of fruitfulness and choice of a measuring procedure
appropriate for use with voung children. Recently, Crandall,
Katkovsky, and Preston (€). have proposed a theory of achieve-
ment behavior in children and made promising applications of it
to the study of children's motivation to achieve. In an earlier
study, the present investigator obtained measures of the value
placed on achievement in various school activities by subjects
differing in sex, grade in school, and socioeconomic background,
using a procedure that did not require skill in reading or writ-
ing (33). The present investigation continued this research
using an elaborated and refined version of the procedure used
in the earlier research.




The focus of this investigation was on motivation to achieve
in an area of the school curriculum of central concern to teach-
ers, parents, and children in the early years of school -- reading.
The general question explored in the investigation was whether
or nct it was possible to obtain a measure of the cognitive-
affective dimension of the achievement attitudes of first-grade
children that wculd be strongly related to their efforts to achieve
in reading and their actual achievement in that academic area.

C. Related Research.

The theory of achievement behavior proposed by Crandall,
Katkovsky, and Preston (6), hypotheses from which have been
tested in research with young children, is based in large part
on the "Social Learning Theory" proposed by Rotter (24). This
theory for predicting behavicr in complex social situations em-
ploy three constructs: (1) "behavior potential" defined as
! "the potentiality of .any behavior occurring in any given situa-
’ tion as calculated in relation to any single reinforcement or
set of reinforcements;" (2) "expectancy" defined as "the pro-
bability held by the individual that a particuiar reinforcement
will occur as a function of a specific behavior on his part in
a specific situation or situations;" and, (3) "reinforcement
value' defined as '""the degree of preference for any reinforce-
ment to occur if the possibilities of this and other reinforce-
ments are equal"” (23, P, 171), Rotter has related these three
constructs in the following formulation:

B.P

. = £ (E. & R.V,
x,sl’Ra x’sl,Ra 81’ 81

)

r "This formula may be read as follows: The potential for behav-
lor x to occur in situation 1 in relation to reinforcement a

is a function of thc expectancy of the occurrence of reinforce-

i ment a following behavior x in situation 1, and the value of re-
inforcement a in situation 1" (23, p. 171),

| : In Rotter's theory, reinforcers possess their potency not

: because they are related to an internal drive but because of
the organism's "“need potential," which is defined as a "potenti-
ality to respond with any one of a set of functionally related
behaviors directed towards one or more of a functionally related
set of reinforcements" (23, p. 171). Reinforcers are "functionally
related" if onme changes as a result of a change in the strength
of the other. The idea of "functionally relat.d behaviors" and
"functionally related reinforcers" thus seems to bear a relation-
ship to what in other learning theories are called '"habit hier-
archies" and "reinforcement hierarchies."




Retter's formulation stresses the influence of a specific
situation on the behavior of the organism. The situational sub-
script (s) appears with each of the terms in the formula. The
behavior is also assumed to be goal-directed, and hence the oc-
currence of the subscript (R) with each of the first two terms
of the formula. On the basis of thesz characteristics, Atkinson
(2), in his recent discussion of theories of motivation, includes
Rotter's "Social Learning Theory" in the more general category
of “expectancy x value" theories, together with those of Tolman,
Lewin, Edwards, and himself.

Basing their conceptualization on Rotter's theory, Crandall,
Katkovsky, and Preston (6) developed their theory of children's
achievement behavior. Crandall, Katkovsky, and Preston define
nachievement behavior' as "behavior directed toward the attain-
ment of approval or the avoidance of disapproval (the goal) for
competence of performance (characteristic of the behavior) in
situations where standards of excellence are applicable" (6, p. 789).
In this definition, the goal-directed and situational emphases
characteristic of Rotter's formulation are apparent. The de-
finitional restriction to behaviors where approval and disapproval
are the defining cues for judging competence of performance and
the potential reinforcers of performance is recognized by Cran-
dall and his associates as a possible limitation in considering
the development of achievement behaviors from preachievemnent
behaviors.

Crandall and his associates assume that achievement behavior
is motivated by a "need for achievement'" that develops during early
childhood as a result of the interaction of socially defined
patterns of reinforcement with behavior arising from primary and
secondary need systems. They state that their resegrch and that
of others indicates that "by nursery school age or early grade
school age, individual differences are apparent in the strength
of children's achievement needs, in the achievement standards
they have incorporated, and in the techniques they have acquired
to attain various achievement goals" (6, p. 788). Through their
formulation of the determinants of achievement behavior, Crandall
and his associates hope to clarify the relationships between such
individual differences in needs, standards, and techniques and
individual differences in achievement behavior.

Crandall, Katkovsky, and Preston (6) have defined three
mo*ivational determinants of individual differences in achieve-
ment behavior: (a) attainment value, (b) achievement standards,
and (c) achievement expectancies. "Attainment value" is defined
as "the importance that an individual attaches to the attainment
of approval and the avoidance of disapproval regarding the com-
petence of his performance in a given achievement area" (6, p. 791).




This reference to a "given achievement area" reflects not only

the situational emphasis of Rotter's theory but also Crandsll and

his associates' empirical finding that children's attainment values
for approval and disapproval differ according to the area of achieve-
ment. Five "possible" achievement areas are mentioned: intellec-
tual, physical skills, artistic'creative, mechanical skills,

and social. Motivation to achieve in reading would be classified
under the intellectual area. "Achievement standards" are con-
ceptualized as varying with both the individual and the nature

of the activity. They are more often "subjective" than "objective".
Crandal, Katkovsky, and Preston define them as '"a scale of excellence
against which the competence of an individual's achievement efforts
may be evaluated" (6, p. 792). A measure of achievement stan+

dards was not included in the present investigation. The third
construct, "achievement expectancy," is defined as "the proba-
bility held by the individual that his achievement efforts will

lead to goal attainment" (6, p. 795).

Crandall and his associates feel that predictions of specific
achievement performances in children may be made more accurately
from such multiple-determinants of achievement motivation than
from a single construct such as n Achievement. The distinction
among "areas of achievement bchavior" is also intended to facil-
itate such predictions. Relating Crandall's formulation to that
of Rotter, we may say that the "expectancy' construct suggested
by Rotter has been subdivided into ''achievement standards' and
"achievement expectancy," while "reinforcement value" has been
renamed "attainment value" so as to more accurately describe its
relationship to achievement behavior. Thus, the new formulation
is more specific than that suggested by Rotter. Proceeding on
the basis of .his formulation, Crardall and his associates have
attempted to make predictions about the direction and intensity
of various kinds of achievement behavior in young children.

In a series of research studies, Crandall and his associates
have explored the relationship between measures of their three
hypothesized motivational determinarnts of children's achievement
efforts to experimenter ratings of childern's achievement efforts
in naturalistic and structured situations, to their achievement
and intelligence test scores, and to parental expectations for
evaluations of standards for their performance. Their research
has used various experimenter-developed procedures for measuring
the postulated motivational determinants, including questionnaires
and ratings of interview protocols. Related research studies
have been carried out by Battle (3) cnd Stiles (28).

In a study of motivational and ability determinants of in-
tellecutal achievement behaviors in first, second, and third
grade children, Crandall, Katkovsky, and Preston (7) found that
their theory-dictated measures of the three determinants of child-
ren's achievement behavior (attainment value, achievement




expectancy, and achievement standards) were better predictois ~f
children's achievement efforts and performance than a TAT-derived
measure of "achievement motivacion". The measure of attainment
value was not significantly related to measures of either achieve-
ment expectancy or achievemexntc itandards. However, measuies of
the latter two constructs were highiy correlated, Because of

this intercorrelation, it was decided to dispense with a measure
of achievement standards in this investigation.

In a study of seventh, eighth, and ninth grade children,
also based on Crandall, Katkovsky and Preston's theoretical formu-
lation, Battle (3) investigated the relationship of paper and
pencil measures of relative and absolute attainment value of
mathematicc achievement, expectancy for achievement in mathematics,
goal certainty, and social desirability to persistence in efforts
to solve a difficult mathematical puzzle. Inter-relationships
among the hypothesized determinants of task persistence were
also studied and measures of them were correlated with the sub-
ject characteristics including socioeconomic class of the subjects.
Of particular interest in connection with the present investigation
are the findings that: (a) expectancy scores correlated posi-
tively and significantly with the task persistence ard actual
grades; (b) neither attainment value score correlated signifi-
cantly with task persistence or other measures (a2 fact which
Battle feels may have been due to the lack of precision of the
measures themselves); (c) absolute attainment value did corre-
late with social class and, in addition, boys' task persistence
was found to be related to social class.

As has been already mentioned, Crandall, Katkovsky and Preston
did not find a Thematic Apperception Test measure of achievement
motivation to be a good predictor of children's achievement efforts
and performance (7). A major problem they encountered was the
sparse protccols elicited from the children by the TAT stimulus
cards. Stiles (28) felt that this did not mean that projective
techniques could not be useful in measuring achievement motivation
in children. She felt that materials must be developed that were
suited to the particular group of children being studied. 1Im
farticular, she felt that unambiguous stimulus cards would be
necessary. Therefore, for a study of the reading achievement
motivation of first-grade children, she developed four cards
picturing specific aspects of the reading situation. These cards
were used in a TAT-type procedure to elicit verbal responses that
were assumed to be indicative of children's reading achievement
motivation. Her scoring of the subject protocols was based on
Crandall, Katkovsky and Preston's theory. She obtained scores
of attainment value and achievement expectancy, but did not score
the protocols for achievement standards. However, she added a
new variable, "achievement situation," defined as '"the degree
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to which the individual is aware of and involved in the achiev-
ing aspects of an academic situation" (25, p. 10). She furcher
differentiated between general and specific factors of attainment
value, achievement expectancy, and achievement situations. Scores
of hypothesized motivational determinants of reading behavior
were related to children's scores on reading achievement tests.

Stiles found that boys' reading achievement motivation scores
were generally higher than those of girls. The reading achieve-
ment test scores of girls were only slightly higher than those
of boys. In general, she found that the relationship between
the motivation scores she obtained and actual reading achievement
was consistently bhigher for boyz thau it was for girls. She cites
Sears (25) as suggesting that this may be because the affiliative
motive is more important than the achievement motive for girls.
She concluded that high attainment value scores were related to
high performance on familiar reading tasks in familiar situations.
High attainment value, high achievement expectancy, and an absence
of negative achievement situation tendencies (interpreted as =
withdrawal tendencies) enhance performance on novel reading tasks
in novel situations. Her conclusion with regard to girls was
more complicated. Stiles feels that the pattern of relationships
revealed in her study, and the related factor analysis, indicate

that reading achievement motivation, whether considered as a global,

general, or a specific construct, is very complex and not a simple

combination of attainment value; achievement expectancy, and achieve-

ment situation factors. She suggests that future studies of
achievement motivation might use partial and multiple correlation
approaches.

The present investigator used Crandall, Katkovsky and Preston's

formulation as a theoretical framework in planning an earlier
study of the value placed on achievement in school activities

by early elementary level boys and girls differing in socioeco-
nomic background and grade level (33)., 1In that study a procedure
was developed for measuring the value placed on successful achieve-
ment in various school activities. First- and third-grade sub-
jects responded to pre-recorded questions by indicating which

of two figures felt about achievement in the activity as the
questions indicated. This procedure was similar to that used

by Kagan and Lemkin (16) and Emmerich (11) in studies using sub-
jects as young as three-and-a-half years old. The procedure de-
veloped was well within the range of capability of all the sub-
jects, including those from four schools in low~income neighbor-
hoods of Minneapolis, Minnesota. This investigation showed sex
differences in the value placed on achievement in non-academic
school activities but not in academic school activities, includ-
ing reading. There were no socioeconomic group differences.

In this connection, it might be mentioned that Stiles found that




socioeconomic status, social desirability, chronological age,

and teacher effects either ldédaded alone or on their own.:factory
or loaded with each other, but did not load to any appreciable
degree with reading performance or motivation. In the present
investigator's earlier study, neither a measure of the subject's
achievement expectancies in the activities used in the questions
nor a measure of achievement efforts in these activities was
obtained, but subjective observations suggested that achievement
expectancy might be a better predictor of both achievement efforts
and actual achievement than atiainment value. 1In addition, the im-
poctance of making a distinction between aspiration (attainment
value) énd expectancy in studies of low-income groups has been
stressed by Weiner and Murray (30).

In summary, descriptive studies indicate significant mean
differences in academic achievement associated with differences
in socioeconomic background and sex. The exact causation of these
differences is not fully understood, although it is presumably
mul.iple rather than simple in nature. A conceptualization of
hypothetical determinants of children's achievemeat efforts sug-
gested by Crandall, Katkovsky and Preston provides an appropriate
theoreticdl framework for a more precise investigation of the
relationship between children's overtly expressed motivation to
achieve in school activities and their actual achievement level
and achievement efforts. Appropriate procedures for obtaining
measures of the variables involved that do not require skill in
reading or writing from the subjects have been developed by several
researchers. The proposed investigation explored the usefulness
of an extension of one of these procedures.

D. Objectives of the Investigation.

Crandall, Katkovsky, and Prestom (6) have putforward-atheory
postulating variables underlying motivation to achieve in young
children. In the present investigation it was hypothesized that
measures of two of these variables would be useful predictors of
the reading achievement behavior of first-grade children from
low-income families. These two variables, as defined by Crandall,
Katkovsky, and Preston, are: (a) "attainment value," defined
as "the importance that an individual attaches to the attainment
of zpproval and the avoidance of disapproval regarding the compe-
tence of his performance in a given achievement area, and (b)
"achievemant expectancy" defined as '"the probability held by the
individuval that his achievement efforts will lead to goal attsin-
ment." Procedures were developed for defining operationally
the "attainment value" placed on achievement in one area of intel-
lectual activity, reading, snd the "expectancy for successful
achiovenant" or "achievement expectancy" in this subject area
by first-grade children from low-income families.




The investigation had two major objectives: First, to study
the reliability, and construct and concurrént criterion-telated
validity of the measures of reading achievement motivatioa and
reading achievement effort obtained. What are the measurement
characteristics of the scores, and how do they relate to child-
ren's efforts to achieve in reading and to their actual achieve-
ment in reading? Second, to study the predictive criterion-
related validity of the scores. What value do pupils' attain-
ment value and achievement expectancy scores obtained at the time
of beginning reading instruction have as predictors of their
end-of-the-year reading achievement? Thus, the focus of the
present investigation was on the practical value of the measures
used to a greater extent than it was on their theoretical fruit-
fulness.

Less central to the investigation was an interest in the
relationship of the measures to population characteristics.
Does variation related to sex, race, or classroom group exist
between the mean reading achievement motivation scores?

In Part F of this section of the report, all these objectives
are restated as specific hypotheses.

E. Definitions.

1. Reading achievement motivation: Reading achievement
was defined operationally by scoring pupil answers to
questions intended to elicit responses indicative of

™ cognitive-affective attitudes toward four aspects of

the first-grade child's reading experience, Three scores

were available for each subject. Two were vart scores

.- for reading attainment value and reading achievement

L 1 expectancy. The third was a total reading achievement

motivation.score obtained by adding the two part scores.

j A

F 2, Reading achievement efforts: Reading achievement efforts
8l were defined operationally as teacher ratings of pupils'
efforts to achieve in reading made using a forced stanine
procedure,

] 3. Reading achievement: Reading achievement was defined
operationally as pupil scores on a standardized test

] of reading achievement. The test used yields three
part scores for word recognition, comprehension of
significant ideas, and comprehension of specific inatruc-

] tions. The three part scores were summed to yield a

total reading achievement score.

The procedures followed in obtaining these scores are de-
scribed more completely in the Method section of this report.
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F. Hypotheses.

Tests of the following hypotheses were made for the total
sanple and for sex, race, and classroom subgroup as appropriate,

1. Reliability of measures of reading achievement motivation
and reading achievement efforts:

(a) Test-retest reliability of measures of reading achieve-
ment motivation (January-March): Reading achieve-
ment motivation scoreg obtained in January are
positively related to the same scores obtained through
retesting in March. (This hypothesis is to be tested
for a subgroup of the total sample.)

{(b) Test-retest reliability of measures of reading achieve-
ment motivation (January-May): Reading achievement
motivation scores obtained in Januaery.are!positively
related - to the same scores obtained through retest-
ing in May.

(c) Test-retest reliability of ratings of reading achieve-
ment efforts (January-May): Ratings of reading
achievement efforts made in January are positively
related to similar ratings made in May.

2. Construct validity of measures of reading achievement

motivation:

(a) Independence of measures of attainment value and
achievement expectancy: Actainment value and achieve-
ment expectancy scores obtained in January and in
May are not related.

3. Criterion-related validity of measures of reading achieve-
ment motivation and measures of:reading achievement efforts

and reading achievement (concurrent):

(a) Relationship between measures of reading achievement
efforts and reading achievement: Ratings of re¢ading
achievement efforts obtained in May are positively
related to reading achievement test scores obtained
in May.

(b) Relationship between measures of reading achieve-
ment motivation and reading achievement efforts:
Reading achievement motivation scores obtained in
January and in May are positively related tc ratings
of reading achievement efforts obtained in January
and in May.




(c) Relationship between measures of reading achieve-
ment motivation and reading achievement efforts:
Reading achievement motivation scores obtaired in
May are positively related to reading achievement
test scores obtained in May.

(d) Differences in strength of relationship between
measures of reading achievement motivation and reading
achievement efforts obtained in January and in May:
The relationship between reading achievement moti-
vation scores and ratings of reading achievement
efforts will be stronger and more positive in May
than in January.

4. Criterion-related validity of measures of reading achieve-

ment motivation and reading achievement efforts and reading

achievement (predictive):

(a) Relationship between measures of reading achieve-
ment motivation and reading achievement efforts:
Reading achievement motivation scores obtained in
January are positively related to ratings of reading
achievement efforts obtained in May.

(b) Relationship between measures of reading achieve-
meni motivation and reading achievement: Reading
achievement motivation scores obiained in January
are positively related to reading achievement test
scores obtained in May.

5. Differences in measure mean scores related to sample char-
acteristics:

(a) Differences between classroom group mean scores:
There are no differences between the mean reading
achievement motivation, reading achievement effort,
and reading achievement test scores of pupils in
different classroom groups.

(b) Differences between sex group mean scores: There
are no differences between the mean reading achieve-
ment motivation, reading achievement effort, and
reading achievement test scores of boys and girls.

(c) Differerces between racial group mean scores: There
are no differences between the mean reading achieve-
ment @otivation, reading achievement effort, and
reading achievement test scores of the Indian, Negro,
and white groups.

(d) Interaction effects: No interactions between the main

effects of classroom group, sex, and race, will be found
in analyses of the significance of mean score differences.




II. METHOD

A. Desigg and Sample.

The purpose of this investigation was to study the motivation
to achkieve in reading of first-grade children from low-income
families, a high proportion of whom might be classified under
the less specific label of "culturally disadvantaged." The general
population with which this investigation was concerned was those
children living within the designated low-income, poverty "target
area" of Minneapolis, Minnesota. Within the Minneapolis "target
area'", two elementary schools were selected with the advice of
the Director of Research for the Minneapolis Public Schools.

The schools chosen are located on Minneapolis' north side and
share a common boundary on one side. Both lie well within the
poverty area of the city.

A general picture of this area can be obtained from the book-
let, "Profile of Minneapolis Poverty Areas,' prepared by the
Research Department of the Community Health and Welfare Council
of Hennepin County in 1965 (21). The maps and tables in this
booklet, based in part on 1960 census data and in part on more
recent surveys of the areas described,.indicate that the two
schools lie in ar area having relatively high percentages of
demographic characteristics chosen as indices of poverty when
compared to the city as a whole: higher percentages of low-income
families, families with working mothers, families receiving AFDC,
and unemployed or poorly educated adults; higher percentages of
minority, non-white racial groups, broken homes, substandard
and ovz2rcrowded housing, and juvenile delinquency. Although
one of the school neighborhoods has been affected by demolition
of houses for freeway construction, neither has been affected
by large scale urban renewal projects in recent years, and there
is some reason to believe that the neighborhoods show the stamp
of urban poverty more strongly now than in 1960.

The basic design of the investigation called for the col-
lection of measures of the motivation of first-grade pupils to
achieve in reading, ratings of their efforts to achieve in reading,
and their reading achievement at two different times during the
first-grade school year: First, when the pupils were just begin-
ning formal reading instruction (as distinguished from reading
readiness instruction), and again at the end of the first-grade
school year. The periods during which data were collected were
January 23 through February 3, 1967, and May 29 through' June 7,
1967. The standardized reading test used as a measure of achieve-
ment was administered only during the May -- June period. All
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other measures were collected in both periocds, refcrred to as
“January" and '"May" for convenience in this report. For the
purpose of obtaining data bearing on short-term test-retest re-
liability of the reading achievement motivation scores, this part
of the total battery was administered to the pupils of one room
during the period, March 15 through March 17, 1967. The complete
testing schedule is shown in Table I. Permission was obtained
from parents of chiidren tested.

Sampling for this investiyation was done on a classroom
basis. One of the schools choscn has a relatively smail pupil
population., At this school, labeled "School A" in this report,
all of the only first-grade class, "A-1", was selected for study.
In addition, a smaller group of first-grade children from a
first-second~grade combination room, '"A-2", were included in the
study. (Ratings of efforts to achieve in reading were not col-
lected from this small group because of the inapplicability of
the forced stanine procedure.) At the other school, labeled
"School B" in this report, one of the first grades, "B-1", was
chosen after consultation with the principal. The teacher of
classroom group B-1 was Negro. The teachers of groups A-1 and
A-2 vwere white. School A's. building is 74 years old, though
well-maintained. School B is houced in relatively new building,
openad in 1960. Both schools offered hot lunch programs during
the 1966-1967 school year. Cooperation by all three teachers
and the principals and staffs of the buildings concerned with
investigation was excellent.

A breakdown of the sample by classroom group, sex, and racial
group is shown in Table II. Efforts were made to obtain every
measure on every pupil enrolled in a given class at the time of
testing. These were largely successful. However, both School A
and School B have high rates of pupil turnover. This made it
impossiblie to collect complete data for both Ja.uary and May from
all pupils. Partial data is available for 41 boys and 29 girls,

[ a total of 70 subjects. Complete data, however, is available
i from only 39 subjects because of pupil turnover and absenteeism,

Available racial data on the population of the two schools
had led the investigator to anticipate a larger proportion of
! Negro children. Some of the planning outlined in the proposal
reflected this presupposition. 1In actuality, Indian rather than
Negro pupils constituted the largest non-white minority gtoup
in the sample. Most of the Indian children in this sample were
members of one or another Minnesota Chippewa band.

B. Analysis. "

The instability of the sample created problems in planning
for the amnalysis of the data. As mentioned, complete data were




TABIE I: Testing Schedule, January - May 1967.

Measure January March
Reading Achievement Motivation X X*
Reading Achievement Efforts X

Reading Achievement Test

*Administered only to pupils in Room A-1.
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TABLE II: Number of Pupils Classified by Sex, Race, and
Classroom Group From Whom Data Were Collected
in January and May 1967.

January May
White Negro Indien Total  White Negro Indisa Total
A-1
Boy 12 -- 3 15 12 1 1 14
Girl 4 1 1 6 3 1 3 7
Class Total 16 1 4 .- 15 2 4 --
A2
Boy 1 -- 1 2 1 1 1 3
Girl 3 -- 3 6 2 -- 3 5
Class Total 4 -- 4 - 3 1 4 --
B-1
Boy 7 4 4 15 8 3 4 15
Girl 5 1 5 11 7 1 A 12
Class Total 12 5 9 -- 15 4 8 --
Totais 32 6 17 -- 33 7 16 --
Grand Totals 55 56




available for a total of 39 pupils., Restriction of the analysis
to this group of pupils would make it necessary to ignore pos-
sible effects related to ¢ilassroom and racial subgroup. There-
fore, a decision was made to use all data available for any given
analysis. Such a procedure constitutes a major qualification

on a discussion of the significance of the results, since in
effect a variety of different subsamples are being analyzed rather
than one large sample. However, it was felt that this best fitted
the exploratory objectives of the investigation.

The date bearing on bypotheses 1, 2, 3, and 4, concerned
with the validity and reliability of the measures of reading
achievement motivation and reading achievement efforts, were
analyzed using UMSTAT 530, a program for the correlation of
incomplete data. Frequencies available for each correlation
are given. The data bearing on hypothesis 5 were analyzed using
UMSTAT 610, a program for analysis of variance in cases with
unequal cell frequencies. A separate analysis of variance was
done on each of twelve variables of interest listed in Table III.

The .05 level of probability of rejecting a true hypothesis
as false was set as thc critical level for accepting or reject-
ing hypotheses of no mean differences or no correlation. For
directional hypotheses, the .025 level was used.

C. Measuring Procedures Used.

1. Motivation to achieve in reading: Measures of reading
attainment value and reading achievement expectancy were obtained
in January and again in May. The procedure followed involved
a standardized interview during which the subject answered ques-
tions by placing small cards showing outline figures of boys and
girls on a series of steps. This procedure was developed by the
investigator. The figures are shown in Appendix A, As used,
they were drawvm on 4" x 4" beige cardboard. Four figure cards
were used: two of the girl and two of the boy figure. The
like-sex pairs were distinguished by coloring onez of the girl's
dresses and one of the boy's shirts red, and the other blue,

The subject answered questions asked by the experimenter by placing
the cards on four steps (4" wide with a 2" rise), following the
instructions of the experimenter.

Four questions focusing on the sgttainment; value a subject
placed on successful achievement in reading were asked. Each
of the questions was followed by 2 question about the subject’s
expectancy for achicvement in the given area. The four areas of
reading used for the questions were: '"reading with a group",
"answering questions about what is read in a bock', "reading
a story aloud to other children", 'doing reading workbooks at the
desk."” The questions and introductory statements used are given
in Appendix A.
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TABLE III: Sets of Scores Analyzed by Three Way Analyses

of Variance (Sex x Race x Classroom Group).

Reading Achievement Motivation Scores:

O\U‘l? WwN =

January Attainment Value Scores.
January Achievement Expectancy Scores.
Total Reading Achievement Motivation Scores.

Mav Attainment Value Scores.
Ma, Achievement Expectancy Scores.
Total Reading Achievement Motivation Scores.

Ratings of Reading Achievement Efforts:

7.
8.

January Ratings of Reading Achievement Efforts.
May Ratings of Reading Achievement Efforts.

Reading Achievement Test Scores:

9.
10.
11,
12,

Scores from Part I: Word Recognition.

Scores from Part Il: Comprehending Significant Ideas.
Scores from Part III: Comprehending Specific Instructions.
Total Reading Achievement Test Scores.
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After the figures were placed on the zteps, the subject was
asked to indicate the figure whose feelings about the question
asked were "most like®” his own. The assumption was made that
the subject's answer reflected a projection of his own feelings.
The procedure used is described in detzil in Appendix A.

The subject's score for each question was determined by the
step occupied by the figure that he indicated to be "most like"
himself (highest step equals four, lowest step equals one).

This procedure yielded measures of both the attainment value and
expectancy for successful achievement, depending on the question
asked. Preliminary study had indicated that children of first-
grade age can order the figures validly when the choice is pre-
sented in this manner. Attainment value and achievement expec-
tancy scores can range in value from 4 to 16. Total achievement
motivation scores can range from 8 to 32.

2, Ratings of pupil efforts to achieve in reading: Teacher
ratings of pupil's efforts to achieve in reading were obtained
in January and again in May. A forced stanina procedure was used.

In the forced stanine procedure, the teacher was required
to rank order her pupils in an approximately normal distribution
along a 9 point scale. The teacher’s attention was focused on
"efforts to achieve in reading" rather than actual reading achieve-
ment., The instructions given to the teacher are presented as
Appendix B, The ratings given a pupil following this procedure
can range from 1 (low) to 9 (high) with 5 being the most common
rating.

Because some questions had been raised about the appropriate-
ness of the use of the forced stanine procedure for the purpose
of rating pupil efforts to achieve in reading by readers of the
proposal, a short rating scale was developed for the same purpose.
On this scale, the teacher rated each pupil's behavior in four
areas: 'eagerness to participate in reading activities,'" 'per-
sistance in working on reading and reading-related tasks,"
"interest in looking at books and other reading materials inde-
pendently,” and "interest in listening to stories read by others."
A copy of the rating scale is shown as Appendix C. A brief com-
parison of results obtained using the scale as the measure of
pupils' efforts to achieve in reading also is presented in that
appendix.

3. Reading achievement: The Bond-Balow-Hoyt New Develop-
mental Reading Test, Form L-I (4), was administered to all pupils in
the three classroom groups in June, 1967. This test is intended
for use with pupils in Grade One and the first half of Grade Two.
The test was chosen because it had been normed on a sample in-
cluding low-income children from the same geographical area as
the target population for this investigation, because it appeared
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to have adequate range for the sample being studied, and because

it was to be used as part of the Minneapolis Public Schools standard
battery administered to all pupils at the beginning of Grade

Two. Interform and interpart correlations of the test are given

in the test manual (4). These are satisfactory for this kind

of test.

The New Developmental Reading Test yields three part scores:
(1) Word Recognition (cboice of the correct word to accompany
a picture); (2) Comprehending Significant Ideas (short paragraphs
followed by questions about paragraph content); and (3) Compre-
hending Specific Instructions (short passages directing pupils
taking tests to mark accompanying pictures in a distinctive manner),
A total score is obtained by summing the three part scores. The
test was administered by classroom teachers to groups of pupils
with followup testing of individuals when necessary, Scoring was
done by a research assistant associated with the investigation.

III, RESULTS

The results of the investigation have been ordered in accordance
with the hypotheses previously stated in Part I.of this report.
For the most part, relevant results are summarized in tables for
convenient reference, but some individual correlations of interest
are cited in the text only., Statistical significance of correlation
coefficients was determined by consulting the tables in Walker
and Lev for small samples (29). Statistical significance of the
F statistic was determined by consulting the tables in Dixon and
Massey @0). The .05 level of probability was set as the critical
value for accepting or rejectirg hypotheses of nc mean differences
or correlation. For directional hypotheses, the .025 level was
set for significance.

A. Test-Retest Reliability of Measures.

l. Test-retest reliability of measures of reading achieve-
ment motivation (January-March): The procedure for measuring reading
achievement motivation was administered to all pupils in January
and readministered to the pupils of Room A-1 in mid-March. Scores
were obtained for 14 children who had been tested in January.
The intercorrelation of the January-March measures are shown in
Table IV. The direction of the relationship of the attainment
value scores is positive, as had been hypothesized. But the girls'
achievement expectaricy scores are not stable for this period, with
the relationship actually being negative.
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TABLE IV: Test-retest Reliability of Reading
Achievement Motivation Scores for
Room A-1 (January - March).

Group or Attainment Achievement
Subgroup Value Expectancy
Total class (N:14) .50% .00
Boys (N:6) «37 .59
Girls (N:8) . 80%% -.65
*p {.025
*%p £ .005
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2. Test-retest reliability of measures of reading achieve-
ment motivation (January-May): Reading achievement motivation
scores for January and May were available for 44 pupils. The in-
tercorrelations of these scores are shown in Table V. In general,
the direction of relationship is positive as predicted, but is
stronger in the case of the attainment value scores than that of
the expectancy scores. This tendency of relationship is strong
enough to produce a pattern of positive correlation in the total
reading achievement motivation scores as well. When the sample
is classified by race and correlations calculated for the separate
racial subgroups, negative correlations result for the expectancy
scores of the Indian and Negro subgroups.

3, Test-retest reliability of ratings of reading achieve-
ment efforts (January-May): Ratings of reading achievement efforis
were available for 39 pupils of Rocms A-1 and B-1. The intercor-
relations of these ratings are shown in Table VI. With the ex-
ception of the small subgroup of Negro subjects, the direction
of the relationship is positive as hypothesized, and the correla-
tions reach at least the .025 level of significance.

B. Construct Validity of Measures of Reading Achievement Motivation.

1. Independence of measures of attainment value and achieve-
ment expectancy: The intercorrelations of the two reading achieve-
ment motivation scores, attainment value and achievement expec-
tancy, for January and for May, are shown in Table VIL. Contrary
to tha hypothesis, the general paitcrn ig one of positive rela-
tionship for the total groups and for the subgroups of the sample
in Janusry. This pattern is, however, much less strong in May.
Much of the change seems to have occurred in the pupils of Room B-1
and in the girls rather than the boys.

C. Criterion-related Validity of Measures of Reading Achievement
Motivation and Measures of Reading Achievement Efforts and Reading
Achievement (Concurrent):

1. Relationship between measures of reading achievement
efforts and reading achievement: The correlations between ratings
of pupile’ reading achievement efforts obtained in May and their
total scores on the reading achievement test administered in May
are shown in Table VIII. With the conspicuous exception of the
girls, the general pattern is one of positive relationship as pre-
dicted. For the total group and the larger subgroups, the rela-
tionship reaches significance at least the .025 level.

2. Relationship between measures of reading achievement
motivation to reading achievement efforts: The relatiounship
between pupils reading achievement motivation scores and teacher
ratings of their efforts to achieve in reading are shown in Tables
IX and X. The general pattern of relationship is not strong.
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TABLE V: Test-retest Reliability of Reading Achievement
Motivation Scores (January - May),

i Group or Attainment Achieveament Totsl
Subgroup Value Expectancy
Total (N:44) Jlik «25 l2%%
Room A-1(N:15) .18 .30 .26
ROM A-Z(N=7) ‘022 .61 035
Room B-1(N:22) o 35k .16 4B*
Boys (N:25) .33 o 4% 42%
Girls (N:19) « S6%k .03 48*%
Indian (N:13) «39% -. 14 .20
White (N:26) .31 . 38% Y b
*p £.025
**p ¢ .005
i -21-
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TABLE VI: Reliability of Ratings of Pupils' Reading
Achievement Efforts (January - May).

Group or

Subggoug

Total (N:39)

Room A-1 (N:18)

Room B-1 (N:21)

Boys (N:26)
Girls (N:13)

Indian (N:10)
Negro (N:5)

White (N:2%4)

. 38%

o 619>

42%

o 34%
J48%

e 36%
'003
.« 39%

33
nA
S8

w22~




TABLE VII: Relationship Between Reading Attainment
Value Scores and Reading Achievement
Expectancy Scores (January - May).

Group or - January

Subgroup
Total : «55%% (N:%5)
Room A-1 J45% (N:21)
Room A-2 o34 (N:8)
Room B-1 45% (N:26)
Boys «39%% (N:32)
Girls o Sh¥k (N:23)
Indian 43 (N:17)
Negro .56 (N:6)
White «66%% (N:32)
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May

+29% (N:56)

-.01 (N:21)
-.10 (N:B)
46% (N:27)

44% (N:32)
-.01 (N:24)

.35 (N:16)
064 (N: 7)
.25 (N:33)

*p <, 05
*%p £ .01




TABLE VIII: Relationship Betwezn Reading Achievement
Test Total Scores and Ratings of Pupils'
Reading Achievement Efforts (May).
Group or ()
Subgroup
Total (N:46) bk
Room A-1 (N:22) . 38%
Room B-1 (N:24) o« ST%%
g Boys (N:28 G9%k%
' Girls (N:18) .00
Indian (N:13) .20
Negro (N:5) «53
White (N:28) o« 37%%
*p ¢ .025
**p < .001
-2
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TABLE IX: Relationship Between Reading Achievement
Motivation Scores and Ratings of Pupils’

Efforts to Achieve in Reading (January),
Group or - Attainment " Achievement Total
Subgroup Value Expectancy
Total (N:43) -.07 .11 .03
Room A-1 (N:20) -.31 .00 -,18
! Boys (N:28) -.13 012 -.01
;
| Girls (N:15) .15 -.06 .04
Indian (N:10) - 74 -.52 -.84
Negro (N:6) .05 49 .29
White (N:27) .03 e25 .16
25

Aruitoxt provided by Eic:




TABLE IX: Relationship Between Reading Achievement
‘ Motivation Scores and Ratings of Pupils'
Efforts to Achieve in Reading (January).

Group or Attainment " Achievement Total

i Subgroup Value Expectancy
i Total (N:43) '.07 011 003

Room A'l (N=20) '031 .)00 "018
| Room B-1 (N:23) 21 26 .28
' Boys (N:28) -.13 .12 -.01

Indian (N:10) -.74 =052 -.84
}

Negro (N:6) .05 .49 .29
| White (N:27) .03 25 .16
)
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TABLE X: Relationship Between Reading Achievement
Motivation Scores and Ratings of Pupils'
Efforte to Achieve in Reading (May).

Group or Attainment

Subgroup Value
Total (N:l&G) -.09
Room A-1 (N:20) .06
Room B-1 (N:26) -.29
Boys (N:27) -.02
Girls (N:19) -.10
Indian (N:12) -.10
Negro (N:5) .30
White (N:7) -.01

aAchievement Total
Expectancy
-.08 ‘.11
‘008 -002
"011 ?023
‘003 -003
"050 -341
-.39 ‘031
".71 ‘059
.07 .04




Contrary to the hypothesis, there is a tendency for the relation-
ship to be negative, particularly in the case of the May reading
achievement motivation scores and teacher ratings. The correla-
tions for the January Indian subgroup are strongly negative, al-
though statements concerning their statistical significance are
not appropriate because they contradict the directional hypothesis.

3. Relationship of reading achievement motivation scores to
reading achievement test scores: The correlations of the three
reading achievement motivation scores obtained in May (attainment
value, achievement expectancy, and total) with the four scores from
the standardized test of reading achievement (word recognition,
comprehending significant ideas, comprehending specific instruc-
tions, and total) are shown in Tables XI to XIV. In computing
these correlations, the reading achievement test raw scores were used.

For the total group of 53 pupils from whom these scores were
available the general pattern is one of low-positive relationship.
The highest single correlation is between the attainment value
score and the comprehending specific instructions score of the
reading achievement test. None of the correlations is statistically
sienificant, The attainment value scores relate slightly more
strongly to pupil achievement than the achievement expectancy scores,
but the amount of variability thus accounted for in the achieve-
meut test scores is quite small,

When the main sample is reclassified in terms of classroom,
sex, and racial subgroup, several interesting patterme appear,
although again, most of the correlation coefficients do not reach
statistical significance.

When the classroom groups are compared, it is noticeable that
the relati onships are consistently stronger in the case of Room B-1l.
The attainment value scores again seem to be more strongly related
to concurrent reading achievement, and in one instance, the corre-
lation between the attainment value scores and the score from PartIII.
of the reading test is statistically significant. The correla-
tions for Room A-1 tend to be low-positive, and the attainment
value-reading test score correlations are slightly larger, but
the relationship is very weak. The correlations for the small
group of subjects in Room A-2 tend to be negative, particularly
in the case of the achievement expectancy scores.

When racial subgroups are compared, some interesting patterns
appear. The correlations between the scores of the white subgroup
are noticeably stronger and more positive than those of the other
two groups. In 42% of the instances these reached the 5% level of
significance, and in several other instances, the degree of rela-
tionship is close to significance.
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TABLE XI: Relationship Between Reading Achievement
Motivation Scores and Reading Achievemeant
Test Total Scores (May).

Group or Attainment Achievement Total

Subgroup Value Expectancy
Total (N:53) .11 .06 .11
Room A-1(N:21) .11 -.07 .03
Room A-2 (N:8) .15 -.68 -.16
Boys (N:30) .11 .04 .09
Girls (N:23) .26 .15 24
Indian (N: 15) "025 "037 "036
Negro (N:7) .03 -.03 .00
White (N:31) »29 24 « 34%

*p <.025
-28-
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TABLE XII: Relationship Between Reading Achievement
Motivation Scores and Scores on Part I of
Reading Achievement Test: Word Recognition (May).

Group or Attainment Achievemerit Totsl
Subgroup Value Expectancy
? Total (N:53) .04 .06 .06
| Class A-1 (N:21) .05 .02 .05
Class A-2 (N:B) 17 - .54 -.04
Boys (N:30) .03 .00 .01
Girls (N:23) .30 .06 .30
Indian (N:15) -.28 -1 -.35
Negro (N:7) -.09 -,20 -.16
White (N:31) 17 24 27
«29a
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TABLE XiIII: Relationship Between Reading Achievement
Motivaticn Scores and Scores on Part II of
Reading Achievement Test: Comprehending
Significant Ideas (May).

Group or ttainmen Achievement

Subgxroup Value - Expectancy
Total (N:53) .12 .09
Room A-1 (N:21) .11 -,02
Room A-2 (N:8) .17 -.58
Room B-1 (N:24) <22 .16
Boys (N:30) .13 .10

&
Girls (N:23) «37% -, 04
Indim (N:lS) '026 "034
Negro (N:7) .12 .13
White (N:31) « 0% .23
*p £.025
-30-
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.14
.25
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.13
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TABLE XIV: Relationship Betweer Reading Achievement
Motivation Scores and Scores on Part III of
Reading Achievement Test: Comprehending
Specific Instructions (May).

;
Group or Attainment Achievement Total
Subgroup Value Expectancy
;
i Total (N:53) .19 -.01 .11
i Room A-1 (N:21) .16 -.25 - .04
Room A"z (N:B) "006 "965 "022
f Room B-1 (N:24) .39% .19 .33%
B Boys (N:30) .17 .01 .10
Indian (N:15) -, 17 -.42 -.3
R White (N:31) « 38% .17 « 3%
|
'k *p £.025

-31-




The Negro subgroup is very small, and none of the correlations
are significant. However, in contrast to the white subgroup,
a noticeable number of the correlations are negative, contrary
to the prediction of the hypothesis. This tendency toward a nega-
tive relationship is even stronger in the case of the Indian pupils.

4. Differences in streagth of relationship between measures
of reading,achievement motivation and reading achievement efforts
obtained in January and in May: It was hypoihesized that the
relationship between reading achievement motivation scores and
ratings of reading achievement efforts would be stronger and more
positive in May than in January. The testing of this hypothesis
involves a comparison of thc correlations in Tables IX (January)
and X (May). The direc’ion of the cdifferences is contrary to the
hypothesis in six of eight instances of the total reading achieve-
ment score and reading achievement effort rating correlations.
This pattern of differences is characteristic for the attainment
value and achievement expectancy part scores as well, Only in the
case of the Indian sibjects was there a consistent pattern of change
in the predicted direction, and here the pattern is from negative
to less negative rather than positive to more positive.

D. Criterion-related Validity of Measures of Reading Achievement
Motivation and Reading Achievement Efforts and Reading Achievement
(Predictive).

1. Relationship between measures of reading achievement
motivation and reading achievement efforts: The correlations

between reading achievement melivation scores obtained in January
and ratings of reading achievement efforts made by teachers in May
are shown in Table XV. The January achievement expectancy score
correlates positively with reading achievement efforts, although
not at a statistically significant level. However, the total score
correlation is very small, and the attainment value correlation

is not in the predicted direction.

Examination of the correlations that result when the total
group available for this analysis is reclassified by classroom
group, 82X, and race reveals that the strongest positive corre-
lations exist for Room B-1, for girls, and for white pupils. Only
in the case of the achievement expectancy score for girls does one
of these correlations reach statistical significance. In all
instances, the correlations of achievement expectancy scores and
reading achievement efforts are stronger and more positive than
the cther sets of correlations, but in few cases is the relation-
ship of significant strength.
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Table XV: Relationship Between Reading Achievement
Motivation Scores (January) and Ratings of

Pupils' Efforts to Achieve (May).
Group or Attainment Achievement Total
Subgroup Value Expectancy
‘ Tot:‘al (N: 39) "o 16 . 18 002
B Room A-1 (N:17) -.52 -.10 -.37
ROOm B-l (N=22) 009 036* 028
B Boys (N:25) -.28 .05 -.03
B Girls (N:14) .04 .14 .11
Indian (N:11) -.31 .06 -.26
a Negro (N:5) -.22 .16 -.04

White (N:23) .02 +25 .15

|
)
| *p (025
|
|
1
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2. Relationship of reading achievement motivation scores
to reading achievement test scores: The correlations of the three
reading achievement motivation scores obtained in January with
the frur scores from the standardized test of reading achievement
administered in May are shown in Tables XVI to XIX. In computing
these correlations, the reading achievement teat raw scores were used,

For the total group of 45 pupils from whom both sets of scores
were available, the general pattern is one of weak relationship,
None of the correlations are statistically significant. Most of
the correlations are positive, but one is zero and two are negative,
The correlations of the achievement expectancy scores with the
reading test scores are all positive and slightly higher than those
between the attainment value scores and the reading test scores,
but both are so small as to be of little practical significance.

When the total sample is reclassified by classroom sex, and
race, some interesting patterns appear. For Room B-1, the predic-~
tive value of the reading achievement motivation scores is notice-
ably stronger than for Room A-1, The correlations for Room B-1
are all positive, as hypothesized, and both the achievement ex-
pectancy and total achievement motivation scores tend to be corre-
lated to a statistically significant degree with the reading scores.
This pattern is true for all instances except that of the achieve-
ment expectancy scores and the scores of the comprehending sig-
nificant ideas section of the reading achievement test where the
correlations fall just below the 2.5 level of significdnce. The
relationship between the attainment value scores and the reading
achievement test scores is positive but does not approach signif-
lcance. In contrast, eleven of the twelve correlations for Room A-1
are negative, most rather weak, but in the instance of the com-
prehending specific instructions part of the reading achievement
test, showing considerable strength in the direction contrary
to the hypothesis. The relationship in the case of Room A-2 is
consistently negative, but the size of the correlations is some-
what offset by the small number of pupils in that subgroup.

For the sex subgroup, the pattern is one of weak relationship.,
For the boys, the correlations tend to be very low and negative,
for the girls, they tend to be very low and positive. L

For the racial subgroups, relationships again tend to be weak.
The white subgroup correlations tend to ve low and positive, while
those of the Indian and Negro subgroups tend to be low and negative.

E. Differences in Mean Scores Related to Sample Characteristics:

The scores of the pupils on the twelve variables of inierest
were analyzed to test the hypotheses of no differences in means
related to sex, race, and classroom group or ¢o interactions related




TABLE XVI: Relationship Between Reading Achievement
Motivation Scores (January) and Reading
Achievement Test Total Scores (May).

Group or
Subgroup

Total (N:45)

Roem A-1 (N:17)
Room A-2 (N:7)

Room B-1 (N:21)

Boys (N:27)

Girls (N:18)

Indian (N:14)
Negro (N:5)

White (N:26)

Attainment

Value

"002

Achievement

Expectancy

.07

-.24
’057
.41*

.03

’003
-050
.24

%p £ .025

Total

‘03

-.18
-.66
4Ok

-003

.03

.00
"062

.19



TABLE XVII: Relationship Between Reading Achievement
Motivation Scores (January) and Scores on
Part I of Reading Achievement Test: Word
Recognition (May).

Group or Attainment Achievement Total
Subgroup Value Expectancy
Total (N:45) .01 .07 04
|
: Room A'l (N:17) 010 -019 "004
Room A-2 (N:7) -.57 -.35 -.49
Room B-1 (N:21) .24 bk L40%
Boys (N:27) .02 .01 .02
Girls (N:18) .00 -.02 -.01
Indian (N:14) .04 -.,09 -,03
Negro (N:5) -.74 -.53 -.66
White (N:26) .15 <27 .23
*p ¢ .025
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TABLE XVII: Relationship Between Reading Achievement
Motivation Scores (January) and Scores on
Part I of Reading Achievement Test: Word
Recognition (May).

Group or Attainment Achievement Total

Subgroup Value Expectancy
Total {(N:45) .0l .07 .04
Room A-1 (M:17) .10 -,19 -.04
Room A"z (N: 7) "057 "035 '049
Room B-1 (N:21) 24 Jab* 40%
Boys (N:27) .02 .01 .02
Girls (N:18) .00 «,02 -.01
Indian (N:14) .04 ' +,09 -,03
Negro (N:5) - 74 -.53 - .66
White (N:26) .15 27 .23

*p ¢ .025

©
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TABLE XVIII: Relationship Between Reading Achievement
Motivation Scores (January) and Scores on
Part II of Reading Achievement Test:
Comprehending Significant Ideas (May)

Group or Attaiument Achievement Total
Subgroup Value Expectancy
| Total (N:45) .00 .09 .05
| Room A-1 (N:17) -.10 - 4 -.13
Room A-2 (N:7) -.57 -.64 | -.58
BO}'S (N:27) -001 -000 -001
Girls (N:18 ) .04 .06 .06
Indian (N:14) .04 .07 .06
Negro (N:S) ".72 ".52 "064
White (N:26) 14 .23 .20




TABLE XIX: Relationship Between Reading Achievement

| Motivation Scores (January) and Scores on
Part III of Reading Achievement Test:
Comprehending Specific Instructions (May).

Group or Attainment Achievement Total

Subgroun Value Expectancy
Total (N:45) -008 003 -003
Room A-1 (N;17) -.36 -.40 -.42
Room A-2 (N:7) -.63 -.37 -.66
Room B-1 (N:21) .31 . 38% J40*
Boys (N:27) -.14 -.08 -.12
Girls (N:18) .01 .07 .05
Indian (N:14) .03 -.1C -.04
Negro (N:5) -.58 -.40 -.51

*p £.025
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to these factors of classification. The relevant subgroup means
are summarized in Table XX, It is to be noted that Negro subjects
were dropped from the racial classification because of inadequate
cell frequencies, and subjects from Room A-2 from the analyses

of ratings of reading acuievement efforts because these scores
were not available for these subjects. The frequencies for some
of tne remaining cells (12 to 8 cells depending on the analysis)
were as small as 1 in a few cases. However, this analytic procedure
was felt to be preferrable to repeated one-way analyses of vari-
ance because it permitted testing for significant interactions.

A table of all F values appears as Appendix D.

Only for the reading achievement test scores did a main effect,
in this case, sex, reach statistical significance. The mean Jdiff-
erences between the boys and girls, favoring the girls, were quite
large, reaching the .0l level of significance for the total scores
and the Part I: Word Recognitionm, and Part II: Comprehending
Significant Ideas sections, and the .05 level for Part III: Com-
prehending Specific iImstructionms.

Two significant (105) two-way interactions were found among
the means of the May reading achievement motivation scores. These
were the only significant interactions emerging from any analysis.
One of these involved the achievement expectancy means, and the
other, the total reading achievement motivation means. The two
groups of means involved are shown in Table XXI,

The sex x race interaction has a clear pattern. The Indian
boys' May achievement expectancy score mean is higher than that
of the Indian girls while the reverse is true for the white sub-
jecty, girls' means being higher than those of boys. This produces
a "crossover effect." (The same pattern approached significance
for the total score means.) The race x classroom group interaction
also resulted from a crossover effect. In this case, the May total
reading achievement motivation score means of the white pupils tend
to be slightly higher than those of the lIndian pupils. This pat-
tern is true for Rooms A-1 and B-1, However, there is a dramatic
reversal of this pattern in Room A-2, lange enough to produce
a statistically significant effect in spite of the small number
of subjects involved.

These resulits indicate that, in general, mean differences
in the experimental measures of reading achievement motivation and
reading achievement efforts were independent of sex, race, and
classroom group. The scores on the standardized test measure
of reading achievement, however, showed strong sex group mean
differences.
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TABLE XXI: Means Involved in Significant Interactiouns,

May Expec.ancy Scores

(Sex x Race Interaction)

White Indian

Boys 10,47 12,80
Girls 12,00 11.63-
P< 005

May Total Scores

(Sex x Room Interaction)

White Indian
Al 22,46 21,50
Ae2 19.0C 24,00°
B-2 24,14 23,25 |
p< .05
WA

©
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F. Summary of Results.

1. Test-retest reliability of measures: The r~ading
achievement motivation total scores showed moderate stability
for both the short (January - March) and long (January - May)
periods, The attainment value scores were more stable than
the achievement expectancy scores. This tended to be true
for most subgroups, although the pattern varied.

Teachers' ratings of pupils' reading achievement efforts
were moderately stable.

2. Construct validity of measures of reading achievement
motivation: Contrary to the hypothesis that the attainment
value scores would be independent of the achievement expectancy
scores, these two sets of scores showed a moderately strong
degree of relationship. However, the degree of relationship
was much less strong in May than in January.

3. Criteron-related validity of measures of reading achieve-
ment motivation and measures of reading achievement efforts
(concurrent): Except for the case of the girls' subgroup, teach-
ers' May ratings of pupils' reading achievement efforts were
modersacely related to their reading achievement test scoreas.

The relationships between reading achievement motivation
scores and reading achievement efforts wer: often negative in
both January and May, contrary to the hypothesis. The pattern
is low positive for the subgroups of Room B-1, girls, and Negro
and white pupils in January, but these positive relationships
nave become negative in May.

A pattern of weak positive relationship that seldom reached
statistical significance emerged from the correlations of May
reading achievement motivation scores and May reading achieve-
ment test scores. This pattern was stronger for attainment
value scores than for achievement expectan:y scores. The pattern
of positive relationship was somewhat stronger in the case of
Room B-1 than in the other two classrooms, for girls rather
than boys, and for the white pupil subgroup. A persistent
negative relationship, contrary to the hypothesis, existed
for the Indian subgroup.

1t was hypothesized that the relationship between reading
achievement motivation scores and ratings of reading achieve-
ment efforts would be stronger and more positive in May than
in January. The direction of the relationships in the analyzed
dats is contrary to this hypothesis in most instances.

b2




4, Criterion-related validity of measures of reading
achievement motivation and reading achievement eff.,rts and -
reading achievement (predictive): When the reading achieve-
ment motivation scores obtained in January were correlated
with * ratings of reading achievement efforts made in May, the
correlations of achievement expectancy scores and reading achieve-
ment efforts are stronger and more positive than the sets of
correlations involving the attaimment value and total reading
achievement motivation scores. But, in few cases is the rela-
tionship of significant strength. The direction of relation-
ship in a number of the attainmeut value correlations is not
in the predicted positive direction,

When tie correlations between the reading achievement mo-
tivation scores obiained in January and the scores from the
standardized test of reading achievement administered in May
are compared, the general pattern is one of weak relationship.
Most of the correlations are positive, and those between the
achievement expectancy scores and the reading test scores tend
to be slightly more positive and larger than those between the
other sets of scores. In the context of a general pattern
of weak relationship, the positive relationship tends to be
stronger in the case of Room B-1l, girls, and the white subgroup.

5. Differences in mean smres related to sample character-

istics: Significant mean differences favoring the girls were
found in the reading part and total test scores. No other
significant mean main effects were found. Only two significant
interactions were found. The Indian bcyd May achievement ex-
pectancy score mean was higher than that of the Indian girls
while the reverse was true for the white subjects. In a race x
classroom group interaction involving the May total reading
achievement motivation score means, the means of the white
pupils were higher than those of the Indian pupils in Rooms

A-1 and B-1, but there was a strong reversal of this pattern

in Room A-2.

IV. DISCUSSION
;

The main purpose of this study was to explore the practical
value of a procedure for measuring the motivation of first-grade
chiidren from low-income families to achieve in reading. To
be of practical value, the reading achievement motivation scores
obtained through this procedure should have moderate reliability
and be moderately related to appropriate criteria such as efforts
to achieve in reading and reading achievement test scores.

What do the results of the investigation tell us about the re-

liability and validity of the reading achievement motivation scores?




The three reading achievement motivation scores, the attain-
ment value score, the achievement expectancy score, and the total
score, all show weak to moderate test-retest reliability for the
total group, and most of the subgroups. The stability of the
attaimment value scores was higher than that of the achievement
expectancy scores. Given the complex pattern of perceptions
and personality traits that enter into the shaping of motiva-
tional attitudes and their apparent sensitivity to situational
factors, the reliability of at least the attaimment value scores
seems satisfactory. It compares favorably with that of other
measures of achievement motivation, such as projective measures
of n Achievement (16). In general, the reliability of the
measures appears adequate to justify a consideration of their
validity.

——

Data relating to three aspects of the validity of the
reading achievement motivation scor<s were collected. The first
aspect concerned the comstruct validity of the two parct scores,
that for attaimment value and that for achievement expectancy.
The hypothesis that these two scores would be independent of
one ancther was not supported. Examination of the results in-
dicates that there was a moderately strong relationship between
the two part scores in January. The relationship was much
weaker in May, and eince a substantial amount of the variability
of the scores is left unaccounted for, it is not unreasonable
to believe that the two part scores, while not "pure," to a
considerable degree tap different aspects of motivation to
achieve in reading.

The other two aspects of validity examined were the concur-
rent and predictive relationship of the reading achievement
motivacion scores to two criterion measures, pupils' reading
achievement efforts and their reading achievement test scores.
Teachers' ratings of their pupils' reading achievement efforts
made using a forced stanine procedure were moderately reliabile,
and reading achievement efforts and reading achievement test
scores were moderately related as had been hypothesized. However,
the relationships between the reading achievement motivation
scores and these criterion measures were not impressive. The
general pattern of corralaticn was positive as had been hypoth-
esized, but the relationships were usually weak and negative
relationships were not infrequent. In general, attainment value
scores related slightly more strongly to concurrent efforts
and achievement than did achievement expectancy scores. Achieve- -
ment expectancy scores, however, relcted slightly more strongly
to future efforts and achievement than did attainment value scores.
Given the greater stability of the attainment value scores, one
might have expected that they would be less semsitive to changes
in achievement and efforts over time than the expectancy scores,
thus correlating less strongl'v with concurrent criterion measures.
This was not the case. However other explanations can be
tentatively offered. It may be that attainment value scores




reflect a pupil's objective perceptions of the importance of
reading and his relative rank in his class, cognitive aspects
of motivation that presumably change slowly over time and yvet
reflect current relative standing to a considerable degree.

On the other hand, the achievement expectancy scores may tap
more subjective, affective aspects of motivation, perhaps
appropriately labeled "aspiration," which change more over time
but also influence striving to achieve, ard thus relate more
strongly to such changee in relative position as do occur over
time. Because the trends in the data were so weak, such ex-
planations are extremely speculative.

Why were the reading achievement motivation scores not
more strongly related to reading a~hieverment efforts and reading
achievement? There are several possible explanations. One is
that the measuring procedure is measuring some general motivas.
tional predisposition of which reading achievement mativation
is only a small part. In other words, the measurements prnduced
are too 8ross and general to relate strongly to efforts and
achievement. This is probably the most parsimonious explana-
tion. Another possible explanation, however, is suggested by
[ the comments of Klinger (17). Klinger pointed out that {n most
studies of n Achievement in which that motivational construct
was measured in situationg likely to arouse strong feelings

! about performance (in schools, for example), little relation-

: ship was found with actual performance. However, where measures
were obtzined in more neutral situations, the correlations with

r actual performance were stronger and statistically significant.

How might this be explained and related to the present
investigaticn? Presumably, the most likely explanation is that
subjects whose actual achievement efforts and achievement are
relatively low or unsuccessful, pick up the situational clues
stressing the importance of achievement motivation in the class-
Toom and generalize them to the school-related testing situation.
This would cause them to report strong achievement motivation
not necessarily related to actual performance. Several scatter-
grams were plotted for the data collected in this investigation.
They showed a suggestive U-shaped pattern produced by a tendency
of both very high and very low achievers to have high reading
achievement motivation scores (See Appendix E). 1In the absence
of further investigation, this pvoves nothing. but it does
point out a direction for further research.

A third possible interpretation of the results obtained
would stress the age of the subjects. Young subjects such
as those in this sample may not be sensitive to discrepancies
between fantasy achievement motivation: and actual achievement
behavior. The existence of a cultural press toward the aggres-
sive affirmation of competence ¢n the part of lower-class mal >s
may cause en intensification of this tendency in the boys in

5
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There is yet aspect of the data that may bear on the lack
of relationship found. The overall reading achievement of the
pupils in this sample was quite high for children from a low-
income area. The average grade score for Room A-1 was 2.25,
for A-2, 1.80, and for B-1l, 2.06. Some question might be
vaised about whether or not these rooms were typical of most
classrooms serving children like those in the sample. It is
possible that these were classes in which superior teachers.
had been successful in producing unusually high motivation to
achieve in reading on the part of all pupils. Regardless of
actual achievement, every pupil wished to do well and bhopefully
affirmed that he expected to do well. The investigator has
a subjective impression that this may have been the case, and
the meean motivation scores are conaistently high for all groups.

There are some other aspects of the analysis that bear .
discussion. One is the generally stronger correlations, in the
case of the gir’s' scores as compared to the boys' scores.
This pattern is the opposite of that reported by Stiles (28).

A possible explanation is relat~d to the fact that the boys’
mean reading achievement test scores were significantly lower
than thome of the girls. More boys than girle then fell iuto
the group of low achievers whose reports of their attainment
value end expectancy reflected a strong feeling that it was
important to express positive motivation to achieve in reading.
Again, retrospective inspection of scattergrams provides some
support for such an interpretation (See Appendix E).

The persistently negative correlations for the Indian sub-
group prosent a puzzling problem. Inspection of scattergrams
suzgeste that this may be a special case of the low-achievement
sex eitect already mentioned (Appendix E). The investigator
is teémpted to speculate about diffz2rences related to cultural
background, but knows of no research bearing directly on this
point. Certainly, the findingr suggest the importance of check-
ing further on motivational differences related to Indian minor-
ity group membership.

The results of the investigation can be summed up as follows:
The measuring procedure yielded scores that had an adequate de-
gree of reliability to be useful measures of achievement moti-
vation. However, these scores provad to be of questionable valid-
ity. The two part scores of reading achievement motivation
were slightly interrelated rather than independent, as was
theoretically desirable, and none of the reading achievement
motivation scores was consistently strongly related to either
reading achievement efforts or reading achievement test scores.
While one possible conclusion is that the scores reflect some-
thing other than reading achievement motivation, there is some
evidence in the data to support a hypothesis that




situational factors, particularly a strong stress on the de-
sirability of reading efforts and achievement by the teachers
whose rooms were involved in the study, may have influenced

the pettern of relationships. Such a hypothesis receives addi-
tional support from Klinger's conclusions following his analysie
of the results of studies of the correlation of n Achievement
scores with actual performance (17). However, testing such

a hypothesis was outside the design of this investigation.

The chief effect noticed in an analysis of the signifi-
cance of mean score differences related to pupil characteristics
(sex, race, and classroom group) was one of sex differences
in reading achievement test scores. Although boys and girls
did not differ in mean reading achievement motivation scores,
they differed greatly in actual reading achievement. The boys'
reading achievement test mean scores were significantly lower
than those of the girls. This reflects the pattern already
noted in the data, the tendency of the boys to respond so as to

receive relatively high reading achievement motivation scores
regardless of the level of their actual reading achievement

efforts as perceived by their teachers or their reading achieve-
ment test performance.

V. CONCLUSIONS

The results of this investigation did not support accep-
tance of the overall hypotheses of statistically gignificant
relationship between the experimental measures of reading achieve-
ment motivation and reading achievement efforts and achievement
in the sample of first-grade children from low-income families
tested. The scores yiclded by the measure of reading achieve-
ment motivation and the teacher ratings of reading achievement
efforts proved to be relatively atable over time, but the valid-
ity of the measures of two hypothesized aspects of the cognitive-
affective dimension of reading achievement motivation was not
supported when ratings of reading achievement efforts and reading
achievement test scores were used as validating criteraa.

Basing his conclusion on the results of this study, the inves-
tigator could not say that the motivational scores obtained
had great theoretical or practical value as predictors of the
reading achievement of children such as thore in the sample,

However, careful inspection of the raw data thrown into
the form of scattergrams and study of the patterns of wesk
relationship found led to the formulation of some hypotheses
that should be tested in further research. Omne areca for in-
vestigation is that of sex differences in the motivation ecores.



situational factors, particularly a strong stress on the de-
sirability of reading efforts and achievement by the teachers
whose rooms were involved in the study, may have influenced

the pattern of relationships. Such a hypothesis receives addi-
tional support from Klinger's corclusions following his analysis
of the results of studies of the correlation of n Achievement
scores with actual performance (17). However, testing such

a hypothesis was outside the design of this investigation.

The chief effect noticed in an analysis of the signifi-
cance of mean score differences xelated to pupil characteristics
(sex, race, and classroom group) was one of sex aifferences
in reading achievement test scores. Although boys and girls
did not differ in mean reading achievement motivation scores,
they differed greatly in actual reading achievement. The boys'
reading achievement test mean scores were significantly lower
than those of the girls., This reflects the pattern already
noted in the data, the tendency of the boys to respond so as to
receive relatively high reading achievement motivation scores
regardless of the level of their actual reading achievement
efforts as perceived by their teachers or their ireading achieve-
ment test performance.

V. CONCLUSIONS

The results of this investigation did not support accep-
tance of the overall hypotheses of statistically significant
relationship between the experimental measures of ‘reading achieve-
ment motivation and reading achievement efforts and. achievement
in cthe sample of first-grade children from low-income families
tested. The scores yielded by the measure of reading achieve-
ment motivation and the teacher ratings of reading. achievement
efforts proved to be relatively stable over time, but the valid-
ity of the measures of two hypothesized aspects of the cognitive-
affective dimension of reading achievement motivation wazs not
supported when ratinge of reading achievement efforts and reading
achievement. test scores were used as validating criteria.

Basing his conclusion on the results of this study, the inves-
tigator could not say that the motivational scores obtained
had great theoretical or practical value as predictors of the
reading achievement of children such as those in the sample,

However, careful inspection of the raw data thrown into
the form of scattergrams and study of the patterns of weak
relationship found led to the formulation of some hypotheses
that should be tested in further research. One area for in-
vestigation is that of sex differences in the motivation scores.
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Boys' reading achievement motivation scores were consistently
weaker than those of girls. Inspection of scattexgrams suggests
that this effect may be confounded with low reading achieve-
ment. There appears to be a tendency for the reading achieve-
ment motivation scores of low-achieving boys to be negatively
rather than positively related to their reading achievement,
From a theoretical if not practical point of view, it would
appear useful to pursue this finding further, determining whether
or not it is a true effect or merely a chance occurence in the
data from this sample. The investigator also has a subjective
impression that this effect may be related to the strong stress
placed on reading achievement by the teachers from whose roous
the sample was drawn.

Another trend in the data that seems worthy of further study
ls the tendency for negative relationships to exist -between
the reading achievement motivstion scores and reading achieve-
ment efforts and achievement of the American Indian children
in the sample. Inspection of scattergrams suggests that this
may be a special case of the sex-related low achievement effect
already mentioned, but it ig possible that it is related to
distinctive features of the Indian subculture. Is the fact
that high-achieving Indian girls expressed relatively moderate
motivation to achieve related to the high drop-out rate among
Indian adclescents? At che nigh school which the children
in this sample will cventually attend, the drop-out of Indian
Students is virtu=ily 100%. A counselor at this high school
reports that two eleventh grade indian girls dropped out at the
beginning of the second Semester last year after being on the
honor rolil) for the fall semester. They were the last Indian
students in their grade. All others had dropped-out earlier.
Such questions seem deserving of more study than permitted by
the design of the Present investigation.

Cne clear finding emerges serendipitously from this in-
vestigation. Whether or not the pupils sampled varied in mo-
tivation as they varied in reading achievement, -they: placed
a high positive value on successful achievement in reading
and affirmed ‘a positive expectancy‘about their perférmance -
in reading-related situations, The charge ‘sometimes made
that children from. low-income:families are "unmotivated"
and "uninterested in achievement" certainly does not char-
acterize the children in thigs sample.
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VI. SUMMARY

Children from low-income families achieve less well in
school than children from middle-income families. Many factors,
some of which may affect motivation to achieve in school, have
been hypothesized as responsible for this difference in achieve-
ment. Research on possible differences in motivation has been
hampered by a shortage of appropriate psychometric procedures.
The primary focus of the present study was on the reliability
and validity of a measurement procedure that showed promise
for use with young children. Validity in this context was
defined in terms of the relationship of achievement motivation
scores to achievement efforts and actual achievement in the
area of reading.

Drawing on a theory of achievement motivation in young
children proposed by Crandall, Katkovsky, and Preston (6),
the investigator developed a procedure for determining the
“attainment value" children placed on achievement in reading
and their "expectancy" for reading achievement. Pupils' attain-
ment value and achievement expectancy scores- and a total reading
achievement motivation score obtained by summing these two
scores, were determined on the basis of the order in which they
placed small figures of boys and girls on four steps in response
to questions about participation in different achievement-
oriented reading situations. These three reading achievement
motivation scores were correlated both with ratings of achieve-
ment efforts made by teachers and with reading achievement
test scores.

The sample for the study consisted of 70 first-grade children
from three classrooms in two schools in the poverty target area
of Minneapolis, Minnesota. Complete data were not available
for all 70 pupils because of transiency and absenteeism. The
sample contained substantial numbers of both American Indian
and white children and a small number of Negro children. Data
were collected in January and May, and from a subgroup of the
sample, in March. The data were analyzed for relationships
using product moment correlational procedures and for mean
differences between subgroups of the sample by analysis of
variance procedures.

The reading achievement motivation scores showed moderate
stability over a short time period (January to March) for a
subgroup of the total sample and over a longer time period
(January to May) for all children available for testing in both
periods. The attainment value score was more stable than the
achievement expectancy score.



Ratings of pupil achievement efforts were obtained in
both Jr.auary and May. Correlating the reacding achievement
motivation scores with these ratings to obtain an estimate
of concurrent criterion-related validity yielded very low
correlation coefficients. There was some tendency fo. the
attainment value scores to correlate more strongly with ef-
forts than the achievement expectancy scores. May reading
achievement motivation scores were correlated with scores on
a standardized test of reading achievement also administered
in May to obtain another indication of concurrent criterion-
related validity, Again the correlations were low with simi-"
iav patterns in the case of the two part scores.

When January reading achievement motivation scores were
correlated with May ratings of achievement efforts and reading
achievement test scores, the pattern of reclationship was again
weak, although in this instance, the achievement expectancy
scores correlated somewhat more strongly than the attainment
value scores.

When the total group available for each correlational
analysis was broken down into subgroups by sex, by classroom,
and by race (Indian, Negro, and white), no subgroup showed
consistently strong relationships between the reading achieve-
ment motivation scores and the criterion reasures. Somewhat
stronger relationships were found for the pupils in one of the
tiree classrooms when compared with the other two, for girls
when compared with boys, and for white subjects when compared
with Indians and Negroes. Few of the gorrelation coefficients
obtained reacéhed the level required for statistical signifi-
cance (.05 or .025 depending on the hypothiesis being tested),
and none were strong enough to indicate wvalue as a practical
predictor of reading achievement efforts or achievement.

When differences between the means of the subgroups (class-
room, sex, and race) were tested for significance (.05 level),
few significant differences were found. The subgroups did not
vary in mean reading achievement motivation scores or mean rating
of achievement efforts, altliough two two-way interactions were
found in the analyses of the May reacing achievement motivation
scores. However, significant mean differences for the main
effect of sex favoring the girls were found for the three mean
part scores and the mean total score of the reading achieve-
ment test.

Several interpretations of the findings were suggested.
One was that the procecure does not tap reading achievement
motivation to a significant degree. Another, drawing from
Klinger's review of the research on measures of fantasy need




~ Achievement (17), was that possibly real differences in fantasy

reading achievement motivation were vitiated by tue fact that
testing was done in a situation containing cues that might
arouse achievement fantasy. Study of scattergram patterns
indicating that both very high-achieving and very low-achiev-
ing pupils reported high reading achievement motivation vhile
middle achievers reported moderate reading achievement moti-
vation gave some support to such an hypothesis. This pattern
for high end low-achieving readers appeared to be confounded
with a sex effect resulting from the lower mean reading achieve-
ment of the boys. A tendency for the scores of children in the
Indian subgroup to correlate negatively with reading achieve-
ment efforts and reading achievement was also discussed and
suggested as worthy of further study.

While this investigatior grew out of an interest in the
relative strength of the motivztion to achieve of children
from low-income families when compared with children from middle-
income families, it focused not on such a comparison but on
the usefulness of a proposed procedure for measuring such mo-
tivation in young children. The results of the investigation
were discouraging when viewed in terms of this basic purpose,
but it was suggested as a serendipitous finding that the responses
of the children to the questions about motivation to achieve
in reading indicated that, however their motivation scores
might relate to those of children from middle-income families,
they did not seem unmotivated, regardless of their actual
achievement.
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APPENDIX A: MATERIALS AND PROCEDURE USED IN MEASURING
READING ACHIEVEMENT MOTIVATION,




Figures Used in Measuring Reading Achievement Motivation




Questions and Introductory
Statements Used in Mcasuring Reading
Attainmant Value and Reading Achievement

Here are pictures of some children like the boys and girls
in your room: Let's imagine that they are at school and the
teacher is calling some children to a group to learn to read:

(1A) Which one of the children wants most to learn to
read with the group?¥¥

{1B) Which one is best at réading with the group?

After they read the story in their books, the teacher
will ask some questions about it:

(24) Wwhich one of the children wants most to amswer
questions dbout what they read in their books?

(2B) Which one is best at answering questions about what
they read in their book?

Now they are going to read the story out loud to the other
children:

(3A) Which one wants most to read the story out loud
to the other children?

(3B) Which one is best at reading the story out loud
to the other children?

Now is the time for the children to go back to their desks
to work on their reading workbooks:

(4A) VWhich one wants most to do reading workbooks at
their desk?

(4B) Which one is best at doing reading workbooks at
their desk? '

**After each question, the children are guided in ordering the
four figures on the steps and ask.d, "Which one is most like
you?"




Standard Interview Procedure for Obtaining Answers to
Questions About the Attainment Value Placed on Successful Achievement
In Reading and the Expectancy for Such Achievement

The experimenter and the subject are seated side-by-side
before a low table. A heavy card with four steps (each 4"
wide with a 2" rise) is placed before them on an easel. Four
figure cards (two boys and two girls) are laid out on the table
befere the subject.

w

The experimenter encourages the subject to look at the
cards and handle them. He says, "Here are four pictures.
Two of them are of boys (girls) like you, and the others are
of two girls (boys). We're going to play a game in which I'1l1l
ask some questicns and you'll answer with the cards. Let me
tell you how to do it."

The experimenter now arranges the cards in the order B-G-G-B,
ignoring differences in color of clothing. The experimenter
rearranges the cards in a different order before asking each
question. Four orderings are used: B-G-G-B (1A, 3A); G-B-G-B
b (1B, 3B); G-B~-B-G (2A, 4A); B-G=-B-G (2B, 4B).

B, e B sacania . R -~ oce. NN

The experimenter now says, "Here are pictures of some

q children like the boys and girls in your room. Let's imagine

g that they are at school and the teacher is calling some children
to a group to learn to read. Which one of the children wants
most to learn to read with the group? (See question 1-A in

E Appendix A-2. Experimenter indicates the four figures. After
the child indicates one, the experimenter continues.) . . . All
right. This one wants most to read so we'll put him (her) here
on the top step. Now, which one of the children who are left

{ wants most to learn to read with the group? (After the child
indicates one, the experimenter continues.) . . . All right.

l I'1l put this one on the second step since he (she) didn't

E want to read quite so much as the first one. Now, which one

' of these two children wants most to learn to read with the

group? (After the child indicates one, the experimenter con-

tinues.) . . . All right. I'll put this one here (indicating

‘ third step). And, since this (last) boy (girl) didn't want
to learn to read with the group so much, I'll put him (her)
here (on the bottom step).” (If the child spontaneously begins
to place the figures himself, he is permitted to do so, but
this in not required.

The experimenter continues, "Now, if this boy(girl) in-
dicating the figure on the highest step which is the same sex
as_the subject, wants most to learn to read with the gmwup and
this boy (girl) the next m ~t. And this one the next most.
And this one the next most. Which one is most like you?"
Experimenter waits until child indicates cne of the figures.

A-3




The experimenter then records the order of the figures on
the steps from top to bottom (written left ot right) and en-
circles the one to which the subject pointed. Example: B-B-G-G.
When scoring, the subject's score is determirned by the stop
occupied by the figure to which he points. Peinting is scored
with the top step being given the highest score: 4-3-2-1,

The figure cards are taken down and rearranged in front
of the subject. The session ¢ontinues with the questions listed
in Appendix C being asked in the following ordet: 1-A, 1-B,
2-A, 2-B, 3-A, 3-B, 4-A, 4-B,




APPENDIX B:

FORCED STANINE PROCEDURE USED BY TRACHERS IN
RATING PUPIL’ EFFORTS TO ACHIEVE IN KEADING,



Procedure Followed in Obtaining Forced Stanine Ratings

The number of pupils enrolled in a given class was obtained
by consulting the class roll.

On a blank sheet of paper, the investigator wrote the num-
bers 1 through 9 along the left hand margin. Onme blank
for each pupil was placed to the right of the numbers with
as close an approximation as possible to a normal distribu-
tion. Thus, 1 and © usually had only one blank, and the
greatest frequency of blanks fell at 5.

The teacher was given the instructions reproduced on page
B-2. After she had had an opportunity to study them, she
was encouraged to ask any questions that might remain uns
answered.

The teacher completed the forced stanine ratings at her
own convenience but within one week of the other testing
and returned the rating sheet to the investigator.

In scoring the ratings, the ordering of scores was the
reverse of the ordering of the blanks. Thus, a 1 rating
was scored as a 9, etc., This procedure was followed to
avoid the confusion of negative correlations of reading
achievement efforts with readipg achievement test scores
that would otherwise have resulted.

. S




STANINE PROCEDURE FOR RATING PUPILS ON EFFORTS TO ACHIEVE IN READING

Directions: In making assignments to the ranks in the distribution,
your basic focus should be on effort to achieve in reading tather
than actual reading achievement. You will sometimes have a diffi-
cult choice to make between different pupils. In making your dici-
sion, think about their efforts to learn to read rater than just
how well they do in reading,

Efforts to achieve in reading may be shown by such behavior as:

.+.. Eagerneas to participate in reading activities.

«++. Interest in working on reading workbooks or reading readiness
materials.

l .++. Persistence in working on reading and reading-related tasks.
d .+.. Eagerness to talk about things which have been read by others.

«++. Interest in looking at books and stories independently,

Follow these directions in rating your pupils:

f oo SRR A

Step 1: Read over the list of pupils carefully so as to famili-
arize yourself with the entire group.

| omdlinig)

Step 2: From the list, choose the two or three pupils you feel
make the greatest efforts to achieve in reading according
to the above criteria. Write their names in the top row
of blanks (1) in pencil.

| ARG S

Step 3: From the list, choose the two or three pupils you feel

make the least efforts to achieve in reading according to
- the above criteria. Write their names in the bottom row
of blanks (9) in pencil.

Step 4: Now, choose the pupils who make the next greatest efforts
to achieve in reading according to the above criteria. Write
their names in the row of blanks next to the top row (2).

Step 5: Now, chooge the pupils who make the next least efforts to !
achieve in reading according to the above criteria. Write |
their names in the row of blanks next to the bottom row (8), |

Boome)  Coummad

Step 6: Continue this process, alternating between the groups of pupils
making more and less effort to achieve in reading until you
have rated all of the class. The middle row of blanks (5)
should contain the names of the pupils whom you feel are
average in the effort they make to achieve in reading.

L e d

Important Note: Feel free to erase and make changes as you work through

the rating porcess. Your considered judgment is what :
we want.

Gamond

B-2




-

APPENDIX C: RATING SCALE PROCEDURE FOR RATING READING
ACHIEVEMENT EFFORTS AND SUMMARY OF RESULTS
OBTAINED USING THIS PROCEDURE.
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Rating Scale Procedurz for Rating Reading Achievement
Efforts

The Rating Scale Procedure:

Several researchers with whom the investigator consulted while
planning this study raised questions about the use of the forced
stanine procedure as a method for rating pupils' reading achieve-
ment efforts. These questions concerned the reliability of the
measure and the possible positive or negative bias it might produce
in correlations with the other measures being used. For compara-
tive purposes, the investigator designed the rating scale shown
on Page C-2 and the teachers completed it at the time of the
January and May testing periods.

Results:

The test-retest religbility (January-May) of the rating scale
gcores was ,61. The overall correlation of ratirngs of individual
pupils on the rating scale and forced stanine was -.67 in January
and -,80. (The negatively-signed correlations indicate pesitive
relationship because a high rating scale score signifies relatively
low effort.) Most of the subgroup correlations were also strong.

The correlation of the total group rating of efforts to achieve
in reading with the reading achievement test total score was ~-.35
with correlations with the part scores ranging fram -,.27 to -,.37.
These correlzfiirns are most easily undergtcnd by ignoring the sign.
They indiceate a strength of relationship similar to that between
the forced stanine ratings and achievement test scores, tending
to be a few points lower in all instances.

The corrzlations between rating scale scores and reading
achievement motivation scores were similar to those between forced
gtanine ratings and reading achievement motivation scores, weak
with a tendency to positive relationship in most instances, It
was concluded that the results of this investigation would not have
been greatly different if the rating scale procedure had been used
instead of the forced stanine procedure.
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RATING SCALE FOR RATING READING ACHIEVEMENT EFFORTS

School-Room Number

Pupil

Directions: Write the name of the pupil you are going to rate in the
space provided. Rate the pupil on each of the character-
istics below by marking the spot on the scale which best
describag his behavior as you have observed it in the
classroom.

Eagerness to participate in reading activities:

Very eager : : : : : : Not at all eager.
1 2 3 4 5 6 _

Persistence in working on reading and reading-related tasks:

Very Persistent : s s s S : Not at all per-
1 2 3 4 5 6 gistent.

Interest in looking at books and other reading materials independently

Vexry interested : H H s S ¢+ Not at all inter-
1 4 S 6 ested.

Interested in listening to stories read by others:

Very interested : :
1

: ¢ Not at all inter-
4 5 6 ested,

) oo
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APPENDIX D: VALUES OF "F" STATISTIC FOR THREE WAY ANALYSES
OF VARIANCE ON 12 SETS OF SCORES.

| ERIC

Full Tt Provided by ERIC.




Read.ng Achieveme-* Motivation Scores;
1. January Attainment Value Scores.
2, January Achievement Expectancy Scores.
3. Total Reading Achievement Motivation Scores.
4, May Attainment Value Scores.
5. May Achievement Expectancy Scores.
6.

Total Resding Achievev.ent Motivation Scores.

Ratings of Reading Achievement Efforts:

7.
8.

January Ratings of Reading Achievement Efforts.
May Ratings of Reading Achievement Efforts.

Reading Achievement Test Scores:

9.
10.
11.
12,

Scores from Part I: Word Recognition.
Scores from Part II: Comprehending Significant Ideas,
Scores from Part III: Comprehending Specifiec Instruction:r.

Total Reading Achievement Test Scores.
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APPENDIX E: SCATTERGRAMS FOR TWO SEIS OF SCORES
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